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     William Tyree's article  ("Visiting Lecturer Attitudes Towards 
Freshman English Students", CELE Journal  8) claims to reflect visiting 
lecturers' attitudes towards their Freshman English (FE) students. His 
claims are based on a survey he conducted at Asia University (AU) in July 
1999. Tyree (2000) writes that in comparison with "similar-aged university 
students in Western countries," FE students at AU are "not as academically-
focused ... not as organized, nor are they as responsible or generally mature" 
(p. 19). These statements are broad generalizations that his survey does not 
justify. A careful look reveals several flaws in Tyree's research technique and 
presentation. The authors respond by critiquing his research techniques and 
presentation, pointing out questionable survey  practices and an insufficient 
report of the results that would permit independent analysis. We also review 
the literature that justifies the foreign-language teaching practices Tyree 
finds objectionable. 
PRINCIPLES OF GOOD RESEARCH 
     Teachers engage in research as a means of responding to problems in 
the classroom or resolving a "motivating dissatisfaction" (Lauer & Asher, 
1988, p. 4 & 6). Hayes et al. say that all research inquiries begin with "a
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moment of puzzlement, or curiosity, or need to know" (Hayes, Young, 
Matchett, McCaffrey, Cochran, and Hajduk, 1992,  p. 9). In the process of 
investigating questions, researchers devise theories and utilize established 
methods of study to gather data, which must then be analyzed and 
interpreted. The final step in the process is to argue for the significance of 
the problem and their interpretation of the results (Lauer & Asher, 1988). 
Scientific research needs to be replicable or duplicatable. According to Brown 
(1988), the replicability of a research study based on the author's report "is 
perhaps the single most important yard stick to hold up against any study" (p. 
43). 
     Readers of research articles need to evaluate the authors' research 
methods and determine whether reasonable arguments have been advanced 
for the authors' conclusions. A reasonably informed person should be 
persuaded by a logical argument based on reproducible data. Readers need 
to evaluate whether the data is being presented in an even-handed manner, 
allowing readers to judge for themselves what the data is saying, or whether 
there is a bias in the presentation. Readers of research need to decide 
whether an article is true research, or an opinion piece that purports to be 
research. One technique for evaluating arguments is to examine statements 
for logical fallacies. For example, a writer may use loaded words (words with 
strong emotional connotations) and overgeneralizations to present an 
emotional argument (O'Hare and Kline, 1996,  Barnet and Bedau, 1996). The
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following sections look at William Tyree's article in the light of these 
principles.
Proper Research Reporting 
     In order for research to be reproducible and properly evaluated, 
research reports should explain the selection of participants, present the 
actual survey instrument used, as well as aggregated responses. Tyree did 
not do this. 
     At the time of the survey, AU's Center for English Language Education 
(CELE) had 22 Visiting Faculty Members (VFMs), including Tyree. Tyree 
does not state whether the survey responses include his own answers or how 
many former VFMs were included in 25 respondents. Tyree does not explain 
why he included former VFMs. Nor does he explain why he only included 
three (or possibly four) former VFMs when AU has had dozens of VFMs 
during the last twelve years. 
     Since Tyree presented only averages of category responses (strongly 
 disagree=1,  disagree=2, agree=3, and strongly agree=4), we have no way of 
knowing what the VFMs' real responses looked like, nor how many VFMs 
responded in each category. 
    Although his list of survey questions implies that his questionnaire 
had at least 26 questions, only 12 are listed (pp. 24-25). It is reasonable to 
include some questions as distracters to reduce the halo effect based on
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subject expectancy, where participants try to help out the researcher by 
giving the answers they think the researcher wants (Brown, 1988). However, 
since Tyree does not provide us with all of the questions, it is impossible to 
judge whether the omitted distracter questions mislead survey participants. 
Tyree also reports on answers to questions that were not included in the 
"Quantified Survey Results" section (See pp. 20-21 for statements concerning 
"satisfactory level of spoken English" and "classroom management style.") 
This is not proper research reporting.
VFM Teaching Experience 
     Tyree makes generalizations about VFMs' teaching experience and 
expectations of student behavior without any survey data to support those 
generalizations. Tyree says, "For many lecturers, their time at AU 
constitutes their first experience teaching Japanese university students in 
Japan" (p. 19). Although his statement is technically true for the VFMs in 
his survey, VFMs are not as inexperienced as his statements imply. Most 
VFMs have worked with Japanese university students before coming to AU, 
even though some have not done so in Japan. Only 18% (four) of the 1999 
CELE faculty had had no experience teaching Japanese university students. 
     For the 1999 CELE faculty, seven had taught Japanese students in 
Japan before starting at AU. Of the remaining 15, seven had taught AU 
students as part of Japanese study abroad programs, and of the last eight,
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four had taught Japanese university students in some capacity. Of the 
current 22 CELE VFMs, 10 have taught Japanese students in Japan before 
starting at AU. Of the remaining 12, five have taught AU students as part of 
Japanese study abroad programs, and of the last seven, only two have not 
taught Japanese university students in some capacity.
Teacher Expectations 
     After talking about a lack of teaching experience and stereotypical 
media portrayals of Japanese, Tyree then says that VFMs expect that the 
"majority of their students will be academically disciplined
, attentive, 
enthusiastic and operating at an advanced ability level in their FE classes. 
In most cases, these expectations are dispelled within the first few weeks of 
teaching" (p. 20). Tyree's survey data does not support the conclusion that 
teachers' expectations are "dispelled" because he never asks any questions 
about teacher expectations. His conclusions, rather, are based upon 
fallacious assumptions. Tyree's implied support for this conclusion comes 
from VFMs' disagreement with the statement that FE students "demonstrate 
a satisfactory level of spoken English" (p. 20). Yet, it does not necessarily 
follow that because VFMs think students' level of spoken English is not 
"satisfactory" that their expect
ations have been disappointed. Very little 
instruction in Japanese junior and senior high school emphasizes spoken 
English since the entrance examinations for high school and universities do
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not test spoken abilities. Nowhere in his survey does Tyree ask if the survey 
participants expect the students to have a satisfactory level of spoken English, 
or whether VFMs were satisfied with students' other English skills. 
     Furthermore, the word satisfactory is what is known to researchers as 
a place holder (Freeman, 1998). Place holders are effectively meaningless 
unless defined, as they are completely open to interpretation. Tyree never 
defines this term. 
     Given VFMs true experience, it is misleading to suggest that VFMs 
enter the program with unrealistic expectations of Japanese university 
students which are then later disappointed.
Comparing Western and Japanese Students 
     Tyree states in his introduction, "Compared to their Western 
counterparts," FE students are "not as organized, nor are they as responsible 
or generally mature" (p. 19). Tyree's survey asks VFMs to compare their FE 
students with  "'similar-aged' university students in" their "home country" (pp. 
24-25). He then uses averages of the responses to draw these conclusions. In 
doing this, Tyree does not acknowledge the AU Freshman English context 
and the cultural differences in the educational systems of Japan and other 
Western countries. Curtis Kelly (1993) outlines ways in which the role of 
Japanese universities differs from that of Western universities. Kelly 
explains that
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     The control imposed in high school is relinquished at college, and 
     although it will be asserted again when they enter a company, for two 
    years in a junior college or four in a university, Japanese youths are 
     allowed to do almost whatever they  want... They are placed in classes, 
     but not really expected to study, and sometimes even to  attend... The 
     same students who in high school were trained in self-denial and 
     perseverance are now allowed to splurge. (p. 713) 
     Tyree has also not asked if VFMs had ever taught required English 
classes to similar-aged university students in their home country. As Freed 
and Parsons (1998) point out, the majority of teachers experienced success in 
school and were not likely to be similar to the average student today. If the 
survey participants had no similar teaching experience in their home country 
and were simply relying on their memory of what they (and their peers) were 
like as college students, then their opinions do not have much relevance as to 
whether Japanese are as mature as their Western counterparts. Tyree also 
does not provide any data that supports his unstated premise that Western 
university students are seen as mature and academically focused by their 
Western university professors.
 VFMs'  Perception of Students 
     Tyree's surveyasks VFMs if they consider their FE students as adults. 
He then interprets the results as if VFMs had responded to a question about 
their students' maturity. Tyree points out that 10 VFMs disagreed with the 
statement, "I think of my students as adults" (p. 20). One problem with 
Tyree's methodology is that he has not defined the term Adults. "Adults," is
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another place holder and requires definition. Another problem is that Tyree 
then uses VFMs' responses to an undefined term to say that VFMs do not 
think of their FE students as generally mature as their Western counterparts 
(p. 19). This is using improper research reporting techniques. 
     As a part of this point, Tyree highlighted that one VFM wrote 
"international FE students could be considered adults, whereas Japanese FE 
students could not" (p. 20). Tyree in emphasizing this perceived difference 
between international and Japanese FE students failed to acknowledge that 
international FE students are older than the Japanese FE students. 
According to Masaru Misawa in the Office of International Affairs, the age of 
most international students is 19-23, with the average around 21-22. Others 
are older as they have already graduated from universities in other countries. 
Furthermore, students who are studying internationally and fail too many 
classes are in danger of losing their student visa. Therefore, they are likely 
to take their studies more seriously. 
     Tyree says that VFMs perceive their students to be immature by not 
trusting them to buy their own materials for class and noting that "many 
lecturers led their students as a group to the campus bookstore and lined 
them up to buy such materials while they supervised" (p. 22). This is a 
misleading statement with an invalid conclusion. Tyree failed to provide the 
true context for this "leading them by the hand" behavior (p. 23). Many 
VFMs design activities and systems for their classes that require their
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students to have specific materials. Those teachers placed orders for specific 
items with the university stationery shop. Because of the volume and variety 
of items different VFMs ordered, the stationery shop manager requested that 
those VFMs sign up for a specific time slot when they would bring their 
classes to purchase those items. Consequently, the way these students 
purchased stationery supplies was not the choice of the individual VFMs, but 
a requirement set by a separate entity on campus. 
The Classroom Environment 
     Tyree seems to look askance at some popular methods for making the 
language classroom fun when he criticizes Marc Helgesen's suggestion that 
students "be given magic markers to make colorful posters" (p. 21). The 
methods employed by CELE teachers are not only not unique to our program, 
but are also based in sound pedagogical theory. There are good reasons for 
making classrooms both colorful and fun. 
     Freed and Parsons (1998) recommend "liberal use of color" as a means 
of aiding memory retention, especially for visual or right-brain learners (p. 
97). For example, they recommend teaching sight recognition of long words 
by using different colors for each syllable. Articles about "whole brain 
learning" recommend using colored pens to teach verb tenses as a method of 
enabling the right brain to recognize and remember patterns ("Class Activites 
 [sic]...").
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     Language-learning theorists and educators have been expounding the 
importance of "fun" in the language classroom for decades. Community 
Language Learning (discussed below) values  "fun" as essential to the 
learning process. Georgi Lozanov, the psychiatrist-educator who developed 
the Suggestopedia method of language teaching, asserts that it is desirable 
for students to achieve a state of "infantilization" — a childlike attitude — in 
order to be open to learning. An atmosphere of play is important for lowering 
anxiety so that students can focus on using the language (Larsen-Freeman, 
 1986). Many of the activities and techniques thus employed are designed to 
help students regain the self-confidence, spontaneity, and receptivity of the 
child (Richards, 1986). 
     In the early eighties, Howard Gardner (1983) expanded our 
understanding of intelligence. His theory of multiple intelligences asserts 
that human beings possess at least seven different types of intelligence. 
Gardner's work has since prompted educators and pedagogical theorists to 
seek to "expand their repertoire of techniques, tools and strategies beyond the 
typical linguistic and logical ones predominantly used in American 
classrooms" (Armstrong, 1994, p. 48). Beyond the notion of making a 
classroom "fun" and aesthetically pleasing, Armstrong emphasizes the 
pedagogical necessity of having a variety of stimuli such as brightly colored 
posters on the walls, stimulating visual aids and hands-on activities in order 
to address the varying intelligences in our classes (pp. 87-88). Efforts at
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creating a classroom environment which is stimulating to the senses is far 
from an attempt to treat the students as children, rather it suggests a respect 
for the class as a diverse group of learners and demonstrates an effort to 
address their individual learning needs. 
     In a related point, Tyree states, "According to former CELE 
coordinator Rebecca Tanaka, in 1997, some Japanese faculty members at 
Asia University requested that visiting FE lecturers remove such colorful 
posters from classroom walls because they resembled  'a kindergarten class 
 atmosphere"' (p. 21). Tyree does not say why he did not explore this issue 
with the two coordinators since Tanaka. 
     The current coordinator, Gina Thurston, was told that other AU 
professors wanted VFMs to take their posters down because they created too 
much of a distraction in their classes, and it was difficult to keep the 
students' attention. She was also told that it was an issue of territory: that 
VFMs should not be permitted to treat the classrooms as their own because 
many other professors also used them. Of course, one cannot know the true 
reason for the insistence on taking posters down without surveying the 
greater AU faculty.
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CLASSROOM MANAGEMENT 
     Tyree reports differences in classroom management style and links 
this with VFMs' dissatisfaction with FE students' classroom behavior (pp.  20-
21). Yet, his survey data does not include any questions on this topic, nor is 
there any data to support the assertions that similar aged students in 
Western universities have markedly better study habits. 
     Furthermore, he is critical of VFMs for indicating that they would like 
to encourage Western behaviors in their classrooms (asking questions during 
class, participating in interactive class discussions, etc.), when they do not 
also employ Western management styles (pp. 20-21). Tyree does not define 
what he means by "Western management styles." 
     Twelve years ago, AU made the decision to create a department of 
native English speaking faculty who would teach AU students English in 
addition to the existing faculty of Japanese English teachers. According to 
Fumio Takemae, current Director of CELE and one of the founders of the FE 
program, part of the rationale behind doing so was to give students exposure 
to styles of interaction typical of classrooms in English speaking countries in 
order to prepare students for effective international interactions. He 
indicated that he would hope VFMs would have some sensitivity to Japanese 
learning styles, but at the same time, teach students the appropriate ways to 
interact in a Western classroom. He went on to say that this is important not
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only at Asia University, but all over Japan and steps are being taken to train 
students in these skills at the high school level as well. The following 
examines the management systems mentioned in Tyree's article and explains 
how they help to train Japanese students for Western classrooms while 
showing sensitivity toward Japanese students' learning styles. 
Use of Poker Chips and Other Gratuities 
     Tyree points out that classroom behavior of Japanese and Western 
students is very different (p. 20). Anderson (1993) supports this when he 
explains the cultural norms behind Japanese classroom behaviors and writes 
that Japanese students' "cultural background has prepared them to interact 
in the classroom in ways that are vastly different from British, American and 
other Western students" (p. 103). Anderson goes on to explain that foreign 
teachers will need to develop a new repertoire of approaches for the 
classroom in order to accommodate these differences. Part of our 
responsibility at CELE, then, as teachers of language and culture is to teach 
students how to interact in a foreign language, not just the vocabulary and 
mechanics. In order to train students in Western-style modes of interaction, 
 VFMs need to employ strategies that would not be necessary for native 
English speakers. 
     Nelson (1995) outlines a variety of Japanese learning style differences 
based upon Confucian philosophy. Both Nelson and Anderson suggest a
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variety of strategies to help Western teachers adjust to Japanese learning 
styles. Both articles make it clear that Western approaches are 
inappropriate: that Japanese students are unaccustomed to them and 
unaware of their expectations. According to Nelson and Anderson, it would 
be inappropriate to conduct our classes exactly as they would be in our home 
countries, as Tyree implies we should. Teachers need to employ methods 
with expectations that are tangible. 
     Anderson (1993) mentions that point systems and games are quite 
popular methods used on several campuses around Japan, noting that it is 
important to clarify for the students that the behaviors being encouraged are 
for a specific cultural context and may not transfer to their Japanese  classes' 
(p. 108). These activities are used to train students in behaviors with which 
they are unfamiliar. 
     Points, chips, gratuities etc. can help to lighten the atmosphere, 
decrease the anxiety of the students, and introduce them to behaviors 
appropriate for interactions in English without putting students in a position 
of losing face in front of their peers. Anderson refers to the well-known 
Japanese proverb "The nail that sticks up gets pounded down" (p. 103). 
Using such techniques allows individual students to be vocal in class without 
appearing to deviate from the behavior of the group. 
2 VFMs are encouraged to use activities to raise student awareness of classroom differences. One such 
activity, "Drawing Houses," was adapted byMark Roth (1999) to teach students about differences in 
classroom styles. One of the purposes of these activities is to show students that ways of interacting  FE 
classes may not be appropriate for Japanese classes. 
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     Many approaches to language teaching detail the affective 
considerations for the language classroom. Counseling Learning or 
Community Language Learning (CLL) acknowledges that a deep anxiety 
within adult language learners can interfere with language learning (Rardin, 
1988; Larsen-Freeman, 1986). Rardin (1988) explains the importance of 
using language on cards for similar kinds of activities to reduce anxiety by 
taking the focus away from the learners' performance. 
    The security that the ... game provides minimizes the distraction that 
    is often caused by learner panic. Free of this panic and having fun, 
     learners are able to remain focused on the learning task. (p. 138)
     Physical reminders, such as rods, tokens or cards, can take pressure 
and anxiety away from students (Thurston & Kimura, 2000). They take the 
primary focus away from the behavior being practiced and place it onto the 
successful completion of the "game." 
     Another reason for using tokens or cards is to balance participation. In 
every group situation, there are stronger personalities who have the potential 
to dominate. Frequently, a few students will dominate group work or a class 
discussion. The use of poker chips etc. provides a non-threatening incentive 
for all members of the group to participate. 
     Tyree further claims that the methods suggested above are "almost 
never used in language classes in other countries" (p. 21). Tyree does not 
provide references to support this  claim. In fact, one author has witnessed
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such methods used with teenage and adult language learners in Mexico, 
Europe, the United States, and Canada.
Participation Points 
    Another criticism Tyree has of VFM practices is the use of 
participation point systems. He bases his criticism on the negative response 
of VFMs to the statement "participation point systems were used in the 
language classes I took in university" (p. 21). Tyree assumes that the VFMs 
consider their university language classes to have been effective and that 
their teachers were well trained. However, neither of these assumptions is 
investigated. 
     Current trends in education stress the importance of learner autonomy 
or, at least, personal investment in their own learning. Self-evaluation is a 
big part of developing learner autonomy and making students responsible for 
their learning. While Tyree suggests that these systems are unique to CELE 
and are passed without scrutiny from old to new VFMs (p. 23) this is not true. 
Many college and university English programs around Japan use some form 
of participation point system. 
     Participation point systems clarify classroom expectations for students 
and help students learn behaviors that they may be otherwise unfamiliar 
with. By having students reflect upon specific expectations in class, it serves
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to raise their awareness of their own behavior and helps them recognize 
areas that they may need to improve. 
    As stated in CELE Goal #3, one of the program's objectives is for 
students to "develop study skills for autonomous, lifelong language learning" 
(Morrison and  Paullin, 1997). It is each VFM's responsibility to help 
students develop effective language learning strategies. According to 
Rebecca Oxford, renowned authority on language learning strategies, self-
reflection and self-evaluation is an integral aspect of metacognitive learner 
strategy training (Oxford, 1990). The Learning Strategies Handbook 
(Chamot, 1999) also emphasizes the importance of reflection and self-
assessment. The structure of the FE program and its time constraints make 
it difficult to incorporate an in-depth learner-strategy-training component at 
all levels. However, checklists, or participation point systems, are one 
effective and efficient way to train students in some level of learner strategy 
awareness (for more, see Oxford, 1990, Chamot, 1999). 
     On a much more practical level, another reason for using participation 
points is that they provide a relatively objective way of evaluating students. 
At Asia University, VFMs are required to base 40% of a student's grade on 
participation. Participation point systems provide students with very clear 
criteria for success in their language class and allow them to monitor their 
progress while helping to ensure that all students are evaluated equally. 
VFMs teach at least 100 students each semester and giving participation
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grades based solely upon their recollections of the students 
impractical, but also highly subjective.
' effort is not only
Other Classroom Practices 
     Tyree citesthe use of seating charts as another technique used by 
some VFMs that contribute to an elementary school atmosphere: 
     At times, such activities resemble those usedin elementary schools in 
     Western countries. Examples: teachers often give small prizes—such 
     as candy or discount coupons for Disneyland—to studentswho rack up 
     the most participation points; FE students are often subjected to a
     "seating chart," used to desegregate the sexes and separate disruptive 
     students. (p. 21) 
     Tyree providesno data to support his conclusions. While it is true that 
seating charts are used in Western elementary schools, they are also used in 
a variety of other academic ontexts. There are excellent reasons why one 
might use seating charts. McGovern and Wadden cite a variety of ways that 
a seating chart can be useful for a university teacher (1993). Among the 
reasons they give are as a means of effectively identifying students, 
efficiently taking attendance, and easily assigning participation grades. 
Because taking attendance in FE is important, seating charts can be 
beneficial. 
     Jill Hadfield, a respected British educator, discusses ome reasons why 
it can be important for teachers to take control of the seating arrangement.
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     One symptom of lack of cohesion in a group is  'territoriality'. Group 
     members show a marked preference for  'their' seats, and they are 
     reluctant to move to sit with other people. (This is not confined to 
     classrooms — I have also been in staff rooms where this was the case!)
     Cliques may develop where members are selective about who they 
     work with, sometimes actively refusing to work with certain students. 
     This does not make for a pleasant classroom atmosphere, and makes 
     the process of organizing discussions and speaking activities fraught 
     with hazards. (1995, p. 52) 
     She goes on to explain that students who spend too much time working 
together tend to limit the vocabulary and phrases they are exposed to and use. 
They also may become so familiar with one another that they have little to 
talk about (p. 52). A seating chart that changes periodically is one way to 
address these issues without having to ask students to change partners or 
seats during every class. 
     Bringing "treats" to class, candies, prizes etc., does not serve to create 
an elementary atmosphere anymore than bringing snacks to a meeting at 
work or to a friend's place for coffee. Note that Freshman English is 
scheduled during the earliest periods of the day. Since many students 
commute two to three hours to school, many find it difficult to make it to 
early classes. Extra incentive to get up early and come to class never hurts, 
and most teachers try to make their classes enjoyable so that students are 
motivated to come and participate. Treats also help build a friendly 
environment where the emphasis is upon enjoying one another's company. 
Culturally this is appropriate as well. It is common practice at Japanese 
company parties, etc. to include activities which involve prize winning or to
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bring a treat to share with a group since these practices promote friendly 
feelings among members of the group (De Mente, 1990). 
     Freed and Parsons also recommend using positive reinforcement and 
rewarding efforts. They say the results will come after students' "confidence 
and enthusiasm for learning" has been built (1998, p. 87). Since positive 
reinforcement encourages learning, and physical movement such as eating 
aids memory and thinking (Hannaford, 1995), it is, therefore, reasonable to 
give snacks as a reward, even to university-aged students.
Halo Effect 
    Tyree concludes his article by discussing "how preconceived 
expectations affect perceived performance by students or employees" (p. 24). 
We agree with Tyree that is indeed an interesting topic. Although Tyree does 
not use the term, this phenomenon is often called the halo effect. A halo 
effect occurs when the positive (or negative) attitudes of a teacher (for 
example) affect his or her treatment of a student and subsequently the 
student's perceived performance (Brown, 1988). Thus, if a teacher is told 
that a student is bright and creative, the teacher will tend to see the student 
that way even though the student was previously evaluated as an average 
student. The reverse is also true. 
     Tyree discusses the idea that some of FE students' least-appreciated 
behaviors may be the result of the VFMs' expectations and treatment of
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students. Tyree suggests that perhaps FE students become "disorganized, 
immature, unfocused and disinterested" as well as "more childish and 
incapable in our eyes" because of VFMs' use of "condescending, immature or 
inappropriate" classroom management styles (p. 22). 
     We agree that preconceived expectationscan have a substantial effect 
on teacher-student interactions. Therefore, it is wise, as Tyree suggests, for 
each of us to examine our approach to students, the cross-cultural 
relationships we share with them, and the messages we send about foreign 
teachers (p. 23). Where we differ with Tyree is his implied labeling of VFMs' 
classroom management styles as "condescending, immature or inappropriate" 
(p. 22). As discussed earlier, many of the systems Tyree found objectionable 
are based in sound pedagogical theory.
Kaplan and Critical Thinking 
     Also in his conclusion, Tyree uses Robert Kaplan's comment about 
CELE's desire to teach critical thinking as a springboard to criticize the 
structure some VFMs choose to provide for their students. Tyree writes, 
    When linguistic scholar Dr. Robert Kaplan visited AU in 1998, he took 
    issue with the third CELE objective, which set teaching critical 
    thinking as a goal in FE classes. Kaplan remarked, "I think it's 
    condescending as hell to tell students that they don't know how to 
     think." 
    Perhaps Kaplan had a point. If part of our goal in FE is to teach 
    students how to think critically, are we really helping students by 
    leading them by the hand to buy paper, telling them where to sit and 
    how to participate in their classes? (p. 23)
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    By saying that we want to teach critical thinking skills, are we really 
saying that students do not already know how to think? We do not think so. 
If one looks at definitions of critical thinking, the skills involved are not just 
basic thinking skills. In addition, Herman Epstein's studies indicate that 
"only half [of adults in the USA] are fully functional formal thinkers" 
(Hannaford, 1995, p. 86). In other words, only 50% of adults have problem 
solving and reasoning skills — characteristics of critical thinking. 
     Norris and Ennis (1989) define critical thinking as "reasonable and 
reflective thinking that is focused upon deciding what to believe or do" (p. 1). 
They also present an inventory of critical thinking skills, which include the 
following: 
     (a) Asking and answering questions that clarify and challenge; (b) 
Identifying assumptions; (c) Judging the credibility of a source; and (d) 
Defining terms and judging definitions (p. 14).
Teaching Critical Thinking is Important 
     The emotion in Kaplan's comment may be valid from the viewpoint 
that teaching critical thinking is a form of cognitive imperialism, forcing 
students to adapt Western ideas of critical thinking. However, it is 
important for students to learn critical thinking skills and to understand 
different modes of thought in order to empower their functioning as global 
citizens (Kubota, 1999). Note that CELE revised its curriculum goals only
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after conducting surveys of AU students and Japanese teachers (Morrison 
and  Paullin, 1997). 
     Further, the Japanese council on curriculum says that Japanese 
students need to be taught thinking skills. As Fumio Takemae reports, the 
Japanese Curriculum Council recommended in July 1998 that the Ministry of 
Education give "more emphasis to fostering the ability to think and judge 
rather than learning by rote memorization" (Takemae et al., 2000). Thus, 
CELE's goal of including critical thinking skills in our curriculum is not out 
of line with students' needs.
CONCLUSION 
     In conclusion, we agree with Tyree that there are interesting issues 
concerning Western teachers teaching Japanese students and that further 
research needs to be done (p. 24). However, many of the statements in 
Tyree's article are broad generalizations that his survey does not  justify. 
Careful research readers will notice that Tyree's research is faulty, his 
conclusions unsupported, and his claims without pedagogical foundation.
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